outcomes must be integrated with core competencies at multiple levels: university, college, department, and classroom (Western Association of Schools and Colleges, 2001, Standard 4.5, p. 30) . In addition, the Association to Advance Collegiate Schools of Business (AACSB International) has stated, "Few characteristics of the school will be as important to stake holders as knowing the accomplishment levels of the school's students when compared against the school's learning goals" (AACSB International, 2005, p. 57) . How do we develop a learning-centered model of assessment that will offer results meaningful to the classroom instructor as well as to the institution?
In business writing and business communication, researchers are defining what constitutes effective assessment in the context of institutional standards. For testing at the college level, Varner and Pomerenke (1998) provided an overview of testing methods and holistic scoring of business communication assessment. Marshall (2002) offered methods, development, and testing for portfolio-based assessment in our discipline. For testing at the department level, Ashbaugh, Johnstone, and Warfield (2000) offered strategies for designing and assessing writing modules within accounting classes. However, the need remains for test development to assess business writing skills in the context of an institution's learning goals. Gilsdorf (2003) has challenged the California State University System to design assessment instruments to test business core and writing skills. How do we design diagnostic assessment of business writing to measure our learning goals at the department and college levels? How can we use online testing technology to increase efficiency and lower costs? How do we involve our faculty in this process?
This article offers a model for designing, administering, and grading a multitiered entry/exit assessment of business writing at the program level for both online and in-class assessment of students' learning:
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been modified over the years, it remains true to her original CLASS design. This assessment was adopted by California State University, Fullerton's College of Business and Economics (CBE) in the year preceding our successful AACSB reaccreditation, and the results became part of the reaccreditation package. This article provides the grading rubric, integrated core competencies, test development criteria, sample online test questions, and the writing prompt. Our approach is unique in that it allows administrators to cross-reference data gleaned from both the in-class writing and a multiple-choice online test. In addition, the assessment criteria, drawn from classroom grading practices, unify business writing outcomes from the classroom level through to the department and program levels. With this shared orientation to assessment and student achievement, a community of learning-for students, faculty, and administrators-can evolve.
ALIGNING ASSESSMENT GOALS
Best assessment practices were adopted that require full integration of learning goals and core competencies across multiple constituencies. As recommended by Pike (1999 Pike ( /2002 , an organization's goals and objectives should be consistent from the department level through to the program and university as a whole (pp. 132-133). The first step was to address California State University-based directives that concerned the assessment of communication skills. Table 1 outlines the integration of our goals and competencies across multiple levels.
These directives place the faculty member and the department that will be most affected by the assessment results at the heart of the process. In addition, the emphasis on "consensus" meant that the tests would be developed by Business Communication faculty to fit our curriculum and our students' interests. Such an approach is considered ideal according to Palomba and Banta (1999) Learning and Assessment (p. 169) . In addition, the outcomes would focus on business writing skills that form the core of classroom instruction. Walvoord and Anderson (1998) found that "classroom grading practices are highly valuable as part of an assessment program" (p. 170). They believe that a combination of methods will offer the most useful results to the instructors who can use the test results to meet the needs of their students in the classroom (p. 170).
The Business Communication Program at California State University, Fullerton, uses one grading rubric (see Appendix A) to evaluate impromptu and revised business documents written in our Business Writing (BUAD 201) 
Level Goals and Competencies
California State University Promote "systems of learning assessment that enable students to demonstrate learning in both courses and programs. These assessment tools need to be developed with a broad consensus as to their proper use, and will vary substantially among the disciplines" (Broad et al., 1997, Principle 1.1b 301) courses. The CLASS rubric focuses on the following five evaluation criteria and outcomes:
• Content: Respond logically to a case or prompt • Literacy: Select the correct grammar, syntax, and usage • Audience: Choose the response with the strongest appeal to a target audience • Strategy: Design a document to achieve a business goal • Style: Use concise, concrete, dynamic prose
In the rubric, these specific outcomes are matched to performance levels.
The CLASS evaluation criteria, the basis of writing assessment in the classroom, became the basis for constructing this entry/exit assessment of writing at the program level. In this way, the results of the assessment would be meaningful to classroom instructors as well as administrators.
SELECTING THE ASSESSMENT METHODS
As Varner and Pomerenke (1998) note, it is unmanageable to have an established group of raters assess every written assignment of every student for an extended academic period, such as a quarter or semester. Varner concluded that despite limitations, pretests and posttests are useful assessment tools. Astin et al. (n.d.) suggest that assessment should include an array of methods to assess actual performance and use these tests to track improvements over time. Consequently, to track the effectiveness of our efforts to improve student writing, we sought to design entry and exit tests that would offer reliable assessment of our students' writing skills in our Business Writing (BUAD 201) entry core course, and the Seminar in Strategic Management (MGMT 449), the exit capstone course. Following this action plan allowed us to measure the development of our student body's writing skills and the increase in their business communication knowledge as a result of their experiences in our overall business program.
As recommended by Gronlund (2003) , multiple testing styles were chosen. Criterion-referenced testing designed to measure students' responses to test content at required performance levels (p. 28) was selected for the online test, and performance-based assessment was designed to mimic "real world conditions" (p. 120) for the in-class writing assignment. By using two testing styles, we could measure students' performance across all six process levels designated in Bloom's (1956) taxonomy of behavioral objectives in the cognitive domain: knowledge, comprehension, application, analysis, synthesis, and evaluation (pp. 201-207) .
DESIGNING THE ONLINE MULTIPLE-CHOICE TEST
Measurement and evaluation theory suggests that multiple-choice questions are most generally used to test performance in three process levels: knowledge, comprehension, and application (Gronlund, 1985, p. 169) . In addition, each process question should test a specific learning outcome identified by a "topic" (Gronlund, 1985, p. 132) . The Business Writing CLASS grading rubric provided ready-made topics: content, literacy, audience, strategy, and style. These topics would be used for the in-class writing, as well, and the results cross-referenced.
To develop the first draft, each team member wrote 15 questions:
• Set 1: Knowledge Level-Five questions that ask students to recall facts or concepts drawn from the following topics: content, literacy, audience, strategy and style • Set 2: Comprehension Level-Five questions that ask students to understand, interpret, or compare/contrast concepts drawn from the topics listed above • Set 3: Application Level-Five questions that ask students to apply knowledge to new situations or to solve problems drawn from the topics listed above
The team met and reviewed each collection of questions, identified the process levels and content areas, and selected the test items to be included in each draft. A first draft of 35 questions was collected, and each question was coded by process and category to create a test blueprint (see Table 2 ). This blueprint was used to balance the test questions across the content and process areas and to target where we could reduce the number of questions. Each number listed beneath a "Process" area represents the number of the test question. This type of specification for test development is recommended by Downie (1967, pp. 142-144) and Ball State University's Office of Academic Assessment and Institutional Research (Assessment Workbook, 2002) .
A total of 25 questions were selected due to the limitations of the server supporting the online test. The team reviewed the questions a second time to choose those that most reliably addressed specific skills and fit the criteria specified in the blueprint. These questions became the final draft. (See Table 3 to review sample questions designed to assess students' skills in the "Content" topic area at the three process levels.)
CREATING ONLINE TESTING SITES
To simplify entry/exit data collection, two Blackboard sites were designated-one site to collect the entry data from the core classes and another to collect exit data from capstone classes. The sites were simplified so that the students would see only those icons that related to the tests. Duplicate questions were entered into the assessment area of the two sites, and the team was asked to review the entries for accuracy. At that point, the first section of the assessment was ready to be administered to students.
CREATING THE ASSESSMENT OF IN-CLASS WRITING
An impromptu writing assessment was selected, rather than a revised document written outside of the classroom, so that the test results would indicate the students' abilities to write on the job and under time pressure. White (1995) reaffirms the usefulness of the impromptu writing to measure students' ability to process and respond to complex information. In addition, as an assessment instrument, it can be reliably scored, and its test reliability increases when it is combined with a second essay or other type of assessment, although multiple-choice questions would not be his preference (pp. 35, 41).
For assessment results to be valid, the writing prompt must measure one's ability to write (Borrowman, 1999, p. 9) . For students to respond effectively to a prompt, they must understand the situation presented. The challenge was to develop a prompt that would be understandable to students entering the business program and be engaging to students finishing their business courses. So that both groups could demonstrate their best work and be encouraged to take the writing seriously, the topic of e-mail was selected. The complexity and pitfalls of e-mail "privacy" would be widely understood and appreciated by the students.
(To review the writing prompt, see Appendix B.) To facilitate parity in scoring and evaluation, the impromptu writing assignment was structured according to the CLASS rubric. We assumed all students would have some knowledge of e-mail privacy and, at a minimum, would be able to demonstrate comprehension of the "essential information" presented in the prompt (Content). To test students' ability to adopt a style and tone appropriate to a specific audience, students were asked to place themselves in the role of a human resources manager addressing an internal memorandum to supervisors at a fictional corporation, Magpie (Audience and Style/Design). The story of the way in which Lucy Love and Mac Fleetwood fall victim to Jake Jester presented students with a foil and, thus, the professional challenge of finding an effective means of approaching the issue of e-mail confidentiality (Strategy). And, of course, the written exam tests students' ability to write grammatically correct sentences (Literacy).
MEETING INSTITUTIONAL REVIEW BOARD'S REQUIREMENTS
When the administrators or developers of assessment conduct a project as both a diagnostic method and research study with the intent of publishing the data, the assessment process, handouts, and tests must be submitted to a university's institutional review board so that the privacy and rights of all participants are protected. This step means that consent forms, timelines, data collection policies, and data destruction timelines must be developed one semester before the test is administered so that the board will have time to review them. This process adds an additional dimension to both the process and the costs.
ADMINISTERING THE EXAMS
Faculty and selected classes where the assessment would take place were recruited by the chair of the program-level assessment committee. Four faculty members administered the exams in selected classes. Due to the large program and the total number of students enrolled here, it was not feasible to test all students. A sample was selected with a target of 200 students participating (100 entry, 100 exit participants). Students accessed the online test through our server. To replicate authentic business conditions, the in-class writing was given in our computer laboratory where the students used word-processing software.
GRADING THE ONLINE EXAM
The online segment was easily downloaded for data results by question and class average. For the entry and exit exams, each question was coded by process and topic, and the results were assembled for comparison with the in-class writing assignment.
GRADING THE IN-CLASS WRITING
In the planning stage of this project, it was anticipated that each grader would score each in-class writing using holistic grading. During the teams' discussion, however, the group preferred scoring each test using the CLASS rubric's content areas-content, literacy, audience, strategy, and style-so that the results could be cross-referenced against the online test results.
Even though holistic grading is usually recommended for large testing populations, analytical scoring can help to focus on specific aspects related to the quality of the students' writing (Huot, 1990a, p. 238) . As summarized by Huot (1990b) , recent literature on the selection of writing evaluation criteria focuses on content, organization, and mechanics (p. 206). In addition, Breland (1983) reported that interrater reliability is higher with analytical scoring versus holistic or atomistic scoring (Penny, Johnson, & Gordon, 2000, p. 4) . Research suggests that by determining an analytical score based on various tasks versus holistic grading, performance assessments may increase our understanding of the quality components of writing (Crehan, 1997) . Rogers and Rymer (2001) supported analytical scoring as a diagnostic tool enabling students to recognize and overcome deficiencies in their writing as they enter MBA programs.
With the department-level CLASS rubric in place for the programlevel assessment, the grading standards were stabilized with the results offering detailed information about student competencies in specific areas of development. Next, a session was held to normalize the scoring. Researchers generally agree that for holistic or individual analytical scores to be reliable, at least three raters are needed (Johnson, McDaniel, & Willeke, 2000) . Eight Business Communication faculty members volunteered to grade the exams.
To ensure interrater reliability, or multiple assessment equity, multiple readers need to agree on how to assess written material (Borrowman, 1999, p. 11) . The norming session refined the scorers' understanding of the criteria involved in this intricate method of grading. Even with an agreed-upon set of standards, it is vital that all reviewers score along the same lines. This was facilitated by the CLASS rubric, which directed reviewer attention to the same set of competencies in all exams.
RELATING THE ASSESSMENT PROCESS TO THE PROJECT'S GOALS
The combination of assessment instruments using the CLASS grading criteria results in a richer data pool that can be used to locate gaps in student learning and to develop new teaching strategies to close that gap. In addition, this combination enables the evaluator to assess learning across a full range of intellectual skills.
CONCLUSION
Throughout the development of this project, the interrelatedness of our assessment decisions became apparent as competencies, learning outcomes, and testing practices moved across traditional academic borders-from accreditation boards, university mission statements, college-level competencies, through to the department-level competencies and classroom grading criteria. Through this assessment, which draws upon our classroom practices, business writing faculty members were given a voice reaching far beyond departmental borders.
This assessment method offers other business programs a method for developing in-house assessments of writing that include their classroom instructors in test development and validate the instructors' grading standards. In addition, the process delineated here should assist administrators with the overall planning and implementation of such a project to help students, faculty, and administration achieve their learning goals.
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APPENDIX A Business Writing Program's CLASS Evaluation Chart
Criteria Very Poor (0)
Average (2) Good ( Your job .promotion is ensured.
Comment:
Note: *Literacy is a threshold category. You must earn a "C" in literacy to receive a passing grade on your assignment.
